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2007,	p.	285).		 Dewey’s	vision	of	the	arts	included	a	strong	emphasis	on	the	individual	experience,	and	this	experience	included	learning	in	an	integrated	environment	(Dewey,	1934).	His	call	for	a	holistic	approach	to	learning	that	relied	on	the	integration	of	multiple	subjects	has	been	widely	used	by	proponents	of	arts	integration	programs	(Anderson,	2014;	Burnaford	et	al.,	2001;	Cornett,	2007;	Yenawine,	2014).	His	views	on	children	and	curriculum	emphasized	the	notion	that	children	naturally	move	between	topics	without	attention	to	transitions	or	breaks,	and	being	occupied	by	“the	unity	of	the	personal	and	social	interests	which	his	life	carries	along”	(Dewey,	1928,	p.	6).	According	to	Dewey,	the	delineation	and	separation	of	subject	areas	was	a	concept	that	did	not	lend	itself	to	a	complete	education:		 There	is	no	line	of	demarcation	within	facts	themselves	which		 	 		 classifies	them	as	belonging	to	science,	history,	or	geography,		 	 		 respectively.	The	pigeon-hole	classification	which	is	so	prevalent	at		 		 present	(fostered	by	introducing	the	pupil	at	the	outset	into	a	number			 of	different	studies	contained	in	different	text-books)	gives	an	utterly		 		 erroneous	idea	of	the	relations	of	studies	to	one	another	and	to	the		 		 intellectual	whole	to	which	all	belong.	In	fact,	these	subjects	have	to		 		 do	with	the	same	ultimate	reality,	namely,	the	conscious	experience	of			 man.	It	is	only	because	we	have	different	interests,	or	different	ends,		 		 that	we	sort	out	the	material	and	label	part	of	it	science,	part	of	it		 	
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Problem	Statement	and	Purpose	of	the	Study		 The	discussion	on	academic	gains	as	prompted	and	produced	by	arts	instruction	traces	its	recent	resurgence	to	inaccurate	interpretations	of	Rauscher’s	(1993)	study	on	spatial	task	performance.	Due	to	the	use	of	Mozart’s	music	in	the	study,	the	term	The	Mozart	Effect	was	invented	to	give	name	to	the	concept	that	music	makes	listeners	smarter.	Rauscher	(1999)	responded	to	the	assertion	that	her	original	study	determined	that	listening	to	music	enhances	intelligence	by	stating	the	study	created	several	misconceptions,	and	that	the	effect	gained	from	listening	to	Mozart	was	limited	to	“spatial-temporal	tasks	involving	mental	imagery	and	temporal	ordering”	(p.	827).		 Along	with	passively	listening	to	music,	similar	claims	are	attributed	to	the	structured	study	of	music	and	other	arts	subjects.	Despite	the	“fundamentally	divergent”	(Winner	&	Cooper,	2000,	p.	63)	nature	of	the	arts,	the	impact	of	learning	through	the	arts	is	often	linked	to	increases	in	test	scores	(Burnaford	et	al.,	2001;	Corbett,	Wilson	&	Morse,	2002;	Lormier,	2009;	Luftig,	2000).	Catterall	cautioned	against	causational	student	achievement	claims,	and	stated,	“results	do	not	support	a	cause-and-effect	relationship	between	arts	involvement,	on	the	one	hand,	and	academic	or	civic	achievements	on	the	other”	(2012,	p.	11).	The	claim	that	involvement	in	the	arts	produces	academic	gains	on	standardized	tests	is	far	from	settled	(Smithrim	&	Upitis,	2005;	Winner	&	Cooper,	2000).				 	Therefore,	a	system	of	measuring	student	success	and	teacher	effectiveness	in	arts	integrated	classrooms	is	needed	that	shifts	away	from	test	score	analysis.		
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Arts	Integration	Models	and	Approaches	The	historical	changes	in	the	role	and	function	of	arts	integration	in	U.S.	schools	have	not	gone	unnoticed,	as	researchers	are	now	considering	the	impact	of	integrated	learning	on	standardized	test	scores,	student	engagement,	attendance	rates,	and	teacher	professional	practice.	Arts	integration	as	a	teaching	strategy	is	also	a	topic	of	recent	study.	Bresler	(1995)	conducted	a	three-year	study	of	arts	integration	programs	and	outlined	four	levels	of	arts	integration	practice:	1.	The	Subservient	Approach		 2.	The	Co-Equal,	Cognitive	Integration	Style		 3.	The	Affective	Style		 4.	The	Social	Integration	Style		
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	 Wiggins	(2001)	examined	Bresler’s	views	on	arts	integration	practice	and	found	confusing	terms	such	as	metadisciplinary,	which	means	comparing	practices	within	a	particular	discipline,	and	transdisciplinary,	which	means	examining	a	concept	as	it	appears	in	political	and	physical	discourse	(Wiggins,	2001).	The	failure	of	Bresler	to	address	arts	and	non-arts	curricular	goals	resulted	in	an	analysis	where	“students	are	seen	as	producers	or	performers	-	not	as	learners”	(Wiggins,	2001,	p.	42).	Wiggins’s	five-level	model	of	arts	integration	connections	is	somewhat	like	Bresler’s,	although	distinctions	are	drawn	between	the	two	approaches:	1.		Teaching	tool	connections	2.		Topic	connections		3.	Thematic	or	content	connection	4.		Conceptual	connection	5.	Process	connections		 In	contrast	to	levels	1–3,	which	are	similar	to	Bresler’s	subservient	and	affective	approaches,	levels	4	and	5	are	framed	as	“our	vision	of	what	arts	integration	should	be”	(p.	42),	and	are	more	directly	related	to	the	learner’s	thought	processes,	and	the	ability	to	make	connections	between	arts	and	non	arts	subjects.			 Teaching	tool	connections	are	similar	to	Bresler’s	subservient	approach	in	that	the	arts	are	used	to	deliver	content	in	other	curricular	areas,	such	as	when	students	sing	the	alphabet.	When	teaching	tool	connections	are	made,	one	subject	is	clearly	less	important	than	the	other.	While	the	arts	are	often	subservient	to	other	subjects	when	used	as	teaching	tools,	it	is	possible	for	arts	teachers	to	create	lessons	
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and	activities	in	which	subjects	such	as	math	or	science	become	subservient	to	music.					 Topic	connections	occur	when	one	curricular	area	is	used	in	another	for	topic	enhancement.	An	example	of	a	topic	connection	is	students	in	a	history	class	reading	Beethoven’s	Heiligenstadt	Testament.	While	the	letter	is	a	historic	document,	reading	the	letter	alone	does	not	enlighten	students	to	the	qualities	of	Beethoven’s	music.	However,	if	the	letter	is	introduced	with	key	information	on	Beethoven,	his	compositions,	and	stylistic	characteristics	of	his	music,	a	stronger,	balanced	connection	is	made	between	historical	and	musical	objectives.				 Thematic	or	concept-based	connections	center	on	concepts	or	themes	taught	across	the	curriculum,	and	are	often	taught	as	thematic	units.	Motivation	for	teaching	thematic	units,	which	have	the	potential	to	address	goals	in	multiple	curricular	areas,	range	from	increasing	student	interest	to	making	substantial	links	between	two	or	more	subject	areas.	Wiggins	cautioned	against	the	tendency	to	value	the	mode	of	content	delivery	over	the	content	itself:	“We	need	to	take	care	not	to	confuse	the	substance	of	a	content	area	with	the	packaging	in	which	it	is	presented”	(2001,	p.	42).		 Conceptual	connections	occur	when	students	use	understanding	in	one	discipline	to	solve	problems	in	another.	The	focus	is	on	the	concept,	such	as	in	a	study	across	curricular	areas	on	conflict	and	resolution	(2001).	This	is	an	example	of	a	concept	that	is	central	to	the	study	of	multiple	subject	areas,	such	as	music,	literature,	and	theatre	arts.				
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entire	group	of	students,	as	in	the	case	of	measuring	the	growth	of	a	large	performing	group,	where	growth	is	not	differentiated.		A	Type	II	collection	accesses	growth	data	from	“defined	populations	of	learners”	(Palmarini,	2014,	p.	43)	to	typify	growth.		The	populations	are	represented	by	at	least	one	emerging,	proficient,	and	advanced	student.	At	least	two	of	the	four	total	collections	must	be	Type	II	collections	(TFASGM	Guide,	2014).					 The	Tennessee	Portfolio	Scoring	Guide	provides	the	context	and	scoring	mechanism	by	which	teachers	select	the	skill	or	standard	to	be	taught,	and	how	the	level	of	growth	is	determined	once	the	post-test	is	administered.	The	guide	contains	scoring	rubrics	for	music,	visual	art,	dance,	and	theatre,	along	with	guidance	on	portfolio	construction	and	processes	for	scoring	growth.	The	guide	gives	teachers	clear	guidance	on	how	to	recognize	and	score	growth:	1—Students	did	not	demonstrate	growth	of	the	standards-based	objectives	specified	by	the	teacher	OR	the	collection	did	not	include	two	points	in	time	OR	the	student	work	was	not	labeled	and	could	not	be	compared	OR	the	standards-	based	objectives	stated	were	not	consistent	with	the	evidence	shown	and	could	not	be	reasonably	scored.		 2—Students	demonstrated,	on	average,	less	than	one	level	of	growth	of		 the	standards-based	objectives	specified	by	the	teacher	OR	the		students		 made	some	positive	growth,	but	not	in	the	objectives	specified		by	the		 teacher.	
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levels.				 The	teacher	administered	a	pre-test	containing	10	multiple-choice	questions	on	grammar	and	punctuation.	Using	the	results	from	this	test,	she	then	exposed	the	three	students	to	the	grammar	song	on	several	occasions,	as	well	as	to	daily	lessons	on	punctuation	and	other	grammar	rules.	After	two	weeks,	she	administered	the	same	exam	as	a	post-test,	which	showed	an	increase	of	student	knowledge	through	higher	student	scores.				 In	the	portfolio	evaluation,	the	peer	reviewer	commented	that,	while	the	teacher	selected	the	integration	type	as	theme,	there	was	no	evidence	that	music	aligned	with	any	particular	theme,	or	that	music	concepts	were	taught	alongside	language	arts	concepts.	Upon	my	viewing	of	the	evidence	submitted	by	the	teacher,	this	assertion	was	verified,	as	she	only	uploaded	pre	and	post	examples	of	how	student	performed	on	the	grammar	test.	An	imbalance	between	language	arts	and	music	content	also	contributed	to	the	score,	with	language	arts	content	being,	in	the	words	of	the	peer	reviewer,	“at	the	forefront	of	the	lessons.”	The	song	used	to	assist	in	teaching	language	arts	content	was	not	made	available	by	the	teacher.		 In	the	Portfolio	Collection	Template	document,	the	teacher	said	she	chose	to	use	a	song	to	teach	grammar	skills	because	“I’ve	seen	grammar	songs	work	for	5th	graders	in	the	past.		It	helps	them	remember	the	sometimes	confusing	rules.”	The	identification	of	thematic	music	integration	by	the	teacher	was	correctly	refuted	by	the	peer	reviewer,	which	labeled	the	portfolio	as	an	example	of	teaching	tool	integration.	The	teacher	did	not	include	music	standards	in	her	lesson	plans,	nor	did	
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students	to	learn	definitions	and	act	out	the	meaning	of	verbs.	The	Type	I	collection	was	conducted	with	the	entire	class.				 The	pre-assessment	was	teacher-made,	and	required	students	to	identify	verbs	in	sentences	read	by	the	teacher,	as	well	as	including	the	suffix	-ed	when	needed.	After	the	pre-assessment	was	administered,	daily	lessons	were	taught	on	verbs,	and	included	the	use	of	the	song	video,	“Verbs	are	Words	That	Show	Action,”	a	song	performed	to	the	tune	of,	“Take	Me	Out	to	the	Ballgame.”	Students	were	allowed	to	act	out	the	song	as	they	sang,	and	were	also	reminded	that	verb	spellings	change	when	the	tense	changes.	The	teacher	also	used	pre-assessment	data	to	get	a	“good	idea	of	what	to	focus	on	in	my	lesson.”				 Less	than	two	weeks	later,	the	pre-assessment	was	administered	again	as	a	post-assessment.	The	teacher	“looked	to	see	if	the	students	could	name	the	verb	in	the	sentence	and	include	the	suffix	–ed.”	Between	the	pre	and	post-tests,	additional	activities	were	included	to	help	students	make	a	connection	between	language	arts	and	music	content:	Students	not	only	sang	the	song,	but	also	made	a	book	from	the	song.		We	took	pictures	of	the	students	doing	an	action.	They	had	to	write	the	verb	in	both	present	and	past	tense.	Some	of	the	verbs	did	not	end	with	–ed.	They	also	did	a	writing	activity	where	they	had	to	cut	out	a	picture	in	a	magazine	that	showed	someone	in	action.	They	had	to	write	a	sentence	about	it.		 The	pre	and	post	assessments	required	students	to	underline	verbs	in	simple	sentences,	an	activity	that	loosely	connected	to	the	video’s	lyrics	through	
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reinforcement	of	proper	verb	and	suffix	use.	The	supplemental	activity	that	allowed	students	to	act	out	the	words	and	write	sentences,	which	was	documented	in	the	portfolio	with	pictures	of	students	acting	out	words	accompanied	by	student-written	sentences,	also	connected	to	the	video	scenes	of	children	doing	actions	related	to	the	accompanying	lyrics.					 As	the	teacher	reflected	on	the	lesson,	her	motivation	behind	the	use	of	music	aligned	with	her	decision	to	identify	the	portfolio	as	an	example	of	teaching	tool	integration:	“As	students	sang	the	song	over	and	over,	more	were	able	to	give	the	definition	of	a	verb	and	made	the	transition	to	past	tense	verbs	easier.”	When	reflecting	on	the	students’	concrete	experiences,	her	focus	was	on	memorization,	as	students	“learned	the	meaning	of	action	verbs	through	song	and	movement.”	Peer	reviewer	comments	also	reflected	the	use	of	music	as	a	tool:	“Students	understood	ELA	concepts	with	help	from	learning	the	verb	song	but	the	balance	of	integration	was	not	evident.	ELA	was	the	forefront	of	most	activities.”				 Unlike	in	the	collections	submitted	by	teacher	#1,	this	collection	was	correctly	self-identified	as	an	example	of	teaching	tool	integration.	Teacher	comments	from	the	lesson	plan	and	the	reflection	document	showed	her	understanding	that	music	was	being	used	as	a	tool.	At	the	kindergarten	level,	music	is	often	used	to	teach	basic	language	arts	and	grammar	content,	such	as	letters	and	letter	sounds.	The	use	of	music	by	this	teacher	as	a	teaching	tool	was	likely	not	unique	to	this	study,	as	she	has	taught	at	the	elementary	level	for	10	years.						 Collection	#2	was	also	self-identified	as	an	example	of	teaching	tool	
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teacher	that	was	beginning	to	consider	the	level	of	impact	music	inclusion	had	on	her	students’	learning.				 Teacher	#3.		At	the	end	of	collection	#1,	the	students	in	teacher	#3’s	first	grade	class	were	to	meet	the	teacher’s	lesson	objective	of	“using	pronouns	properly	in	a	sentence.”	The	Type	I	collection	focused	on	a	1st	grade	language	arts	standard	included	in	the	Portfolio	Collection	Template	document:	“Demonstrate	command	of	the	conventions	of	standard	English	grammar	and	usage	when	writing	or	speaking.		Use	personal,	possessive,	and	indefinite	pronouns.”	This	standard	was	chosen	because	it	is	“a	topic	covered	in	the	1st	grade	curriculum.”				 A	fill-in-the-blank	pre-assessment	containing	10	items	was	administered	that	required	students	to	select	a	pronoun	from	a	short	list	and	correctly	insert	them	into	sentences.	The	test	was	given	without	any	prior	teaching	or	review	on	pronouns.	In	her	evidence	for	the	pre-assessment,	the	teacher	said	she	“wanted	to	see	what	they	knew”	before	discussing	pronouns,	and	as	such,	did	not	pre-teach	any	content	related	to	the	test.	Results	from	the	test	showed	a	general	lack	of	knowledge	of	proper	pronoun	placement,	as	the	class	of	19	students	averaged	a	score	of	65%.				 Using	the	test	results,	the	teacher	found	a	pronoun	song	performed	to	the	theme	from	the	popular	children’s	cartoon,	Spongebob	Squarepants.	The	teacher	chose	this	song	because	“I	knew	this	would	peek	their	interest	because	they	like	Spongebob.”	The	entire	class	performed	the	song	during	pronoun	lessons,	including	during	discussions	with	the	class	on	how	pronouns	can	replace	nouns.	Other	related	activities	were	also	conducted	with	the	class.	
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	 Two	weeks	after	the	pre-test,	the	teacher	measured	growth	with	an	identical	post-test.	Results	were	inconclusive,	as	six	students	improved,	six	students	performed	the	same	as	in	the	pre-test,	and	seven	students	posted	lower	scores.	The	students	enjoyed	the	activity,	but	the	teacher	did	not	note	a	connecting	thread	in	the	learning	process:	“The	students	really	enjoyed	the	song,	but	I	do	not	see	the	connection	between	the	song	and	the	work	that	was	done	from	pre-test	to	post-test.”				 Teacher	Journal	comments	were	detailed	and	specific	as	to	how	and	why	music	was	used	during	the	two-week	unit.	After	giving	the	pre-test	and	realizing	over	half	the	class	did	not	perform	at	a	proficient	level,	she	found	a	“cute	little	song”	that	the	students	“really	enjoyed	and	loved	singing.”	Students	listened	first,	and	then	sang	the	song	line	by	line	with	the	teacher.	Her	observations	also	reflected	how	much	the	class	enjoyed	the	song,	which	“really	helped	them	get	into	the	lesson.”	Words	such	as	“catchy”	and	“fun”	were	also	used	to	describe	the	students’	experiences	with	singing	the	song.				 From	the	lesson	description	and	teacher	reflection,	it	seems	plausible	that	she	would	have	chosen	to	describe	the	integration	type	as	teaching	tool.	She	chose	the	topic	because	she	saw	a	connection	between	the	song	and	the	topic	contained	in	the	chosen	objective.	The	collection	would	have	been	stronger	if	students	made	a	connection	between	a	song	and	a	lesson	topic,	which	according	to	pre-	to	post-test	results,	clearly	did	not	happen.	Curiously,	when	answering	the	question,	“What	did	you	and	your	students	think,”	she	said,	“I	thought	this	was	a	great	way	to	get	
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students	involved	with	their	learning	and	help	them	to	grasp	a	new	concept.”	Once	again,	the	entertainment	or	motivational	factor	associated	with	using	music	as	a	teaching	tool,	which	the	peer	reviewer	selected	as	the	integration	type	in	this	collection,	was	the	primary	area	of	focus	in	song	choice	and	implementation.			 Collection	#2	was	Type	II	collection	administered	to	three	students	representing	emerging,	proficient,	and	advanced	levels.		Differing	from	the	first	collection,	the	teacher	chose	a	standard	from	the	first	grade	math	curriculum:	“Use	mathematical	ideas	and	processes	in	different	settings	to	formulate	patterns,	analyze	graphs,	set	up	and	solve	problems,	and	interpret	solutions.”	No	mention	of	any	music	standard,	or	how	music	relates	to	the	math	standard,	was	included	with	the	integration/connection	type,	which	was	selected	by	the	teacher	as	topic	integration.				 The	teacher	repeated	the	strategy	of	administering	a	pre-test	before	discussing	content	with	the	class.	A	35-item	test	was	given	to	the	three	participating	students,	and	upon	analyzing	the	scores,	emerging	(5%	correct),	proficient	(77%	correct),	and	advanced	(97%	correct)	students	were	determined.	The	test	was	not	teacher-made,	and	required	students	to	recognize	and	identify	different	types	of	currency	coins,	including	the	penny,	nickel,	dime,	and	quarter.	Students	also	had	to	know	the	value	of	the	coins	to	perform	simple	calculations.				 The	song	was	then	introduced	by	the	teacher,	and	included	each	coin	having	“a	different	voice	sound	to	remember	each	coin’s	size.”	For	example,	in	performing	the	song,	the	dime	had	a	“tiny	squeaky	voice”	because	it	was	the	smallest	coin.	
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Students	were	also	allowed	to	hold	coins	and	discuss	the	distinctive	markings	on	each	coin.		Activities	using	the	values	of	coins	in	addition	and	subtraction	problems	were	also	taught.			 One	week	later,	the	three	students	were	given	the	same	exam	as	a	post-test,	and	performance	did	improve.	The	emerging	student	scored	74%	correct,	the	proficient	student	scored	100%	correct,	and	the	advanced	student	repeated	the	pre-test	score	of	97%.	In	the	evidence	for	the	post-test,	the	teacher	said,	“The	song	really	seemed	to	help	them	understand	the	values	of	each	coin,	therefore	helping	them	add	the	coins.		The	song	seemed	to	really	connect	the	content.”	The	process	of	introducing	the	song	was	recorded	in	the	teacher	journal:			I	again	found	a	little	song	that	would	help	the	students	identify	and	know	the		 value	of	each	coin.	I	put	this	song	on	chart	paper	so	they	could	see	it	better		 and	refer	to	it	when	needed.	We	sang	the	song	a	few	times	and	then	each		 coin	was	introduced	separately	and	activities	were	done	for	each	coin.	We		 then	added	some	activities	with	all	of	the	coins	and	their	values.	Each	day	we		 talked	about	a	different	coin	and	we	would	sing	the	part	about	that	particular		 coin	and	the	coin	or	coins	discussed	previously.	The	students	really	got	into		 the	song	and	love	singing	it.		 The	song	lyrics,	which	were	simple	and	directly	related	to	the	value	of	coins,	were	included	in	the	evidence	collection:	Penny,	penny,	easily	spent,			 Copper	brown	and	worth	1	cent.			
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difficulty	distinguishing	between	making	a	statement	and	asking	a	question,”	a	decision	informed	by	10	years	of	teaching	experience.	The	teacher	selected	the	teaching	tool	integration	type,	and	said	in	the	Portfolio	Collection	Template	document	that	music	was	“used	as	a	teaching	tool.”				 A	pre-assessment	required	students	to	write	one	statement	and	question	each,	and	match	four	different	punctuation	marks	with	the	appropriate	short	sentences.	Despite	administering	the	test	to	the	entire	class,	based	on	the	test	results,	the	teacher	divided	the	class	into	three	distinct	groups:		emerging	students	answered	three	or	less	items	correctly,	developing	students	answered	three	to	five	items	correctly,	and	proficient	students	answered	all	six	items	correctly.	Four	students	(20%	of	the	class)	were	emerging,	10	students	(50%	of	the	class)	were	developing,	and	six	students	(30%	of	the	class)	were	proficient.				 After	the	pre-test	was	given	and	results	were	tabulated,	the	teacher	began	to	search	for	a	song	or	video	to	use	with	the	lessons.	She	found	the	video	for	the	song,	“Who,	What,	When,	Where,	Why”	on	YouTube,	and	began	including	it	with	other	activities,	including	those	purchased	from	Teacherspayteachers.com,	a	popular	site	where	teachers	purchase	ready-made	activities	and	worksheets	from	other	classroom	teachers.	The	class	engaged	in	singing	the	song,	think-alouds,	whole	group	brainstorming,	the	sorting	of	printed	question	and	statement	cards,	and	responding	to	question	and	statement	writing	prompts.				 The	same	test	was	given	two	weeks	later,	and	results	showed	10	students	were	proficient,	nine	students	were	developing,	and	one	student	was	emerging.	
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Teacher	reflection	on	the	two-week	unit	showed	how	music	was	used	along	with	other	resources	to	bolster	knowledge	of	questions,	statements,	and	punctuation:	Throughout	this	skill	study,	students	were	excited	about	singing		 the	“question”	song	and	would	often	sing	to	themselves	while			 working	on	other	activities.	I	observed	during	the	pre-assessment,		 2	students	attempted	to	write	a	question	and	statement	but	when			 called	upon	they	were	unable	to	re-read	and/or	make	meaning	of		 what	they	wrote.	As	a	result,	it	was	important	for	me	to	implement		 think-aloud	activities	and	whole	group	brainstorming	in	order	to	help		 guide	those	students	in	the	process	of	creating	sentences	and	writing			 out	those	sentences.				 The	second	collection	was	a	Type	II	collection	with	three	students,	and	the	collection	contained	the	following	objective:	“Students	will	recognize	and	produce	rhyming	words,	and	demonstrate	understanding	of	spoken	words,	syllables,	and	sounds.”	The	teaching	tool	integration	type	was	selected,	motivated	by	the	teacher’s	observation	that	“the	ability	to	recognize	and	produce	rhyming	words	is	an	important	phonological	skill	that	will	assist	kindergarten	students	in	their	reading	ability.”	A	pre-test	was	administered	that	required	students	to	match	rhyming	words,	and	to	fill	in	a	rhyming	word	in	a	blank	next	to	an	existing	word.	An	example	was	the	word	“mat,”	followed	by	a	blank	to	be	filled	in	by	each	student	with	a	rhyming	word.				 Results	of	the	pre-test	showed	two	students	achieved	a	score	of	70%,	and	the	
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read	number	words	zero	through	ten	in	random	order.”	Also	included	with	the	language	arts	standard	was	the	National	Core	Arts	Standards	(NCAS)	music	anchor	standard	#2,	“Organize	and	develop	artistic	ideas	and	work.”	Four	students	completed	the	Type	II	collection,	and	one	student	each	represented	emerging,	proficient,	and	advanced	performance	levels.	The	teacher	selected	the	process	connection	type,	the	highest	level	of	interdisciplinary	learning	on	the	five-level	continuum.				 A	pre-test	was	administered	one-on-one,	in	which	each	student	read	the	number	words	one	through	ten	in	random	order.	As	the	students	read	the	words	out	loud,	the	teacher	recorded	the	results,	and	used	the	data	to	plan	the	subsequent	two	weeks	of	instruction.	Two	students	recognized	and	read	two	words,	one	student	recognized	one	word,	and	the	final	student	recognized	zero	words.				 Using	the	test	results,	the	teacher	taught	a	two-week	unit	that	integrated	music	through	having	the	students	create	and	perform	a	number	words	song.	Answering	the	reflection	question,	“What	did	you	and	your	students	do,”	the	teacher	said:	 	I	facilitated	as	the	small	group	created	a	number	word	song	and		 		 practiced	their	sight	word	reading/singing	for	a	week.	I	repeated	the		 		 pre-test	as	a	progress	monitor.	I	facilitated	their	practice	for	another		 		 week	and	a	post	assessment	was	given.	The	students	created	a	 	 		 number	word	song	to	the	tune	of	“Jingle	Bells”	and	practiced	it	daily		 	
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	 together	as	they	read/sang	each	sight	word.	They	culminated	this		 		 activity	performing	their	song	for	their	classmates.			 This	portfolio	also	contained	the	first	use	of	a	test	during	the	learning	cycle	for	monitoring	of	student	learning.	Results	of	the	mid-point	monitoring	test,	given	halfway	through	the	two-week	learning	cycle,	showed	two	students	recognized	and	read	all	11	words,	one	student	read	nine	of	the	11	words,	and	the	last	student	read	six	of	the	11	words.	Results	of	the	post-test,	which	was	given	at	the	end	of	the	two-week	teaching	cycle,	showed	significant	growth	among	the	group,	as	each	student	was	able	to	recognize	and	read	all	number	words	one	to	ten	when	presented	in	random	order.			 Students	performed	the	song	in	class,	holding	up	cards	containing	the	corresponding	number	word	as	they	sang.	The	collection	also	contained	a	recording	of	the	song,	which	was	made	by	the	teacher	and	the	four	students.	The	song,	which	lasted	approximately	one	minute,	was	sung	to	the	tune	of	“Jingle	Bells:”	Zero,	zero,	zero,		 zero,	zero,	zero,			 One,	one,	one,	one,	one.		 	 	 	Two,	two,	two,	two,		 two,	two,	two,		 Three,	three,	three,	three,	three,	yay!		 	 		 Four,	four,	four,			 four,	four,	four,		 five,	five,	five,	five,	five.			 Six,	six,	six,	six,			 six,	six,	six,		 Seven,	seven,	seven,	seven,	se--ven!		
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Eight,	eight.	eight,		 aren’t	we	great!		 Nine,	nine,	nine,	nine,	nine.			 Ten,	ten,	ten,	ten,		 ten,	ten,	ten,	let’s		 read	our	words	again!				 The	teacher,	an	experienced	musician	that	sang	professionally	as	a	backup	singer	and	studio	musician,	often	used	music	in	her	teaching.	The	results	of	having	students	write	their	own	song	caught	her	by	surprise.	The	thoughts	of	her	students	reflected	their	pleasure	in	writing	and	performing	an	original	song:	I	use	music	for	many	learning	skills	but	had	never	had	the	students	come	up			 with	their	own	song.	I	wasn’t	sure	what	that	would	“look”	like	but	in	the	end			 it	was	fun	because	it	was	so		meaningful	to	them.	As	a	kindergartner,	it	is	important	to	be	excited	about	and	have	positive	feelings	towards	learning.	I	think	this	activity	supported	that!		In	asking	the	students	what	they	thought	about	the	process,	they	each	expressed	pride	in	their	learning	and	felt	it	was	fun.		 The	learning	became	“meaningful	to	students	as	they	created	the	song	for	the	number	words.”	Writing	and	rehearsing	the	song	allowed	them	to	engage	with	the	content	each	day,	and	the	extra	time,	according	to	the	teacher,	“helped	with	their	fluency.”	The	peer	reviewer,	who	also	selected	the	process	integration	type,	recognized	the	growth	achieved	by	the	students,	as	well	as	the	significance	of	the	integration	of	the	songwriting	activity:	Growth	of	at	least	2	levels	identified	as	evident	in	the	pre,	progress,	and	post	
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		 assessments.	Students	were	also	given	the	opportunity	to	create	their	own	number	word	composition	and	evaluate	how	the	number	words	fit	into	the	familiar	melody	provided	by	their	teacher.	Student	work	showed	evidence	of	above	average	understanding	of	integration	as	the	students	incorporated	musical	composition	into	the	mastery	of	identifying	number	words	in	various	orders.			 Collection	#2	incorporated	science	with	language	arts	and	music	as	students	explored	drawing	and	labeling,	as	well	as	capitalization	and	punctuation	within	a	sentence.	The	Type	I	whole	class	collection	was	deemed	by	the	teacher	to	represent	thematic/content	integration.		In	the	objectives	section	of	the	Portfolio	Collection	template	document,	three	Common	Core	language	arts	standards	were	listed,	along	with	two	NCAS	music	anchor	standards	and	the	accompanying	teacher-constructed	objectives	to	explain	how	students	engaged	in	the	creative	process:	#2		Organize	and	develop	artistic	ideas	and	work.	Students	will		 work	in	small	groups	to	compose	and	perform	a	song	for	the		 	 		 four	stages	of	the	life	of	a	butterfly.			 #8		Interpret	intent	and	meaning	in	artistic	work.	Students	will		 		 listen	to	four	different	works	of	music	and	decide	which	piece		 	 		 best	fits	each	stage	of	the	butterfly	lifecycle.			 Before	any	instruction	began,	a	pre-test	was	given	that	required	students	to	draw	and	label	a	picture	of	a	butterfly,	to	use	correct	capitalization	and	punctuation	when	writing	a	sentence	about	a	butterfly,	and	to	correctly	answer	the	number	of	
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verses.	Students	helped	the	teacher	arrange	the	words	to	create	rhyming	patterns,	and	as	a	whole	group,	wrote	out	the	final	lyrics	to	the	song:	First	comes	the	butterfly,			 pretty	butterfly.		 Lays	an	egg	on	tasty	leaf	and		 then	away	she	flies.		 Now	comes	the	caterpillar,		 he	has	many	legs.		 He	eats	and	eats	and	eats	and	eats	and		 eats	and	eats	all	day.		 Can	you	see	the	caterpillar,		 he	is	fat	today!		 He	turns	into	a	chrysalis	and			 sleeps	the	day	away.			 Out	pops	the	butterfly,		 flowers	everywhere.		 Flutter,	flutter,	flutter,	land,	and		 drink	some	nectar	there.			 The	video	of	the	performance	showed	the	teacher’s	entire	class	performing	the	song	while	the	school’s	music	teacher	accompanied	on	piano.	The	teacher	worked	closely	with	the	music	teacher	as	she	assisted	the	students	in	writing	the	song,	and	found	the	songwriting	process	to	be	educational	and	fun:	I	thought	writing	the	song	about	butterflies	was	going	to	be	very	hard	for		 them.	I	was	so	surprised	at	the	words	they	came	up	with	and	how	they		 worked	together,	even	in	the	large	group	to	put	the	song	together	perfectly.	It		 was	a	great	opportunity	to	deepen	their	understanding	not	only	of	how		 music	is	composed	with	rhythm	and	rhyme,	but	also	sentence	writing	is			 composed	with	correct	punctuation.	They	loved	the	process	and	have	asked	
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song	to	increase	reading	rates.	Growth	in	reading	levels	was	recognized,	but	the	absence	of	“analysis,	creation,	or	music	connection”	resulted	in	the	selection	of	the	lowest	integration	type.				 Parts	of	speech	were	the	focus	of	the	second	collection,	a	Type	I	collection	conducted	with	the	entire	class.	Along	with	identifying	nouns,	verbs,	contractions,	pronouns,	and	conjunctions,	the	unit	objective	stated	that	students	would	create	original	songs	to	explain	pronouns.	Students	were	to	also	“create	a	whole	new	song	about	a	selected	part	of	speech.”	The	process	integration	type	was	selected,	and	NCAS	Anchor	Standard	#2,	“Organize	and	develop	artistic	ideas	and	work,”	was	included	with	the	language	arts/music	objective.				 A	pre-test	was	given	to	the	entire	class	that	required	students	to	select	nouns,	pronouns,	verbs,	conjunctions,	and	contractions	in	10	sentences.	Unlike	weekly	class	tests	in	which	students	focused	on	one	part	of	speech,	the	teacher	decided	to	include	“all	the	skills	to	see	if	they	could	distinguish	between	the	different	parts	of	speech.”	The	majority	of	the	class	scored	at	the	70%	correct	level	or	below,	with	one	student	scoring	90%,	three	students	scoring	80%,	eleven	students	scoring	70%,	and	four	students	scoring	60%	or	below.		 In	the	Portfolio	Collection	Template	document,	the	teacher	outlined	the	plan	for	integrating	music	into	the	two-week	study	of	the	parts	of	speech:	The	class	then	listened	to	5	different	songs.	They	had	to	find	the	different		 parts	of	speech	in	each	song.	We	listened	to	the	songs	daily.		We	discussed		 our	answers	and	explained	what	was	selected.	At	the	end	of	two	weeks,	the	
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with	a	letter,	and	below	the	drawing,	students	filled	in	the	correct	word	that	corresponded	to	that	part	of	the	cycle.	Out	of	the	twenty	students	in	the	class,	sixteen	labeled	two	or	more	stages	incorrectly,	and	the	remaining	four	students	correctly	labeled	all	four	stages.				 During	the	two-week	teaching	period,	the	teacher	introduced	several	instructional	resources	to	build	knowledge	about	the	water	cycle.	Students	drew	and	labeled	their	own	water	cycles,	wrote	paragraphs	about	the	water	cycle,	and	sang	the	“Water	Cycle	Song.”	The	song,	performed	to	the	tune	of	“She’ll	be	Coming	Around	the	Mountain,”	contained	lyrics	that	included	movement	recommendations	to	accompany	the	four	steps	of	the	water	cycle:	Water	travels	in	a	circle,	yes	it	does!		 (Use	pointer	finger	to	make	a	big	circle)			 Water	travels	in	a	circle,	yes	it	does!		 (repeat	finger	circle)		 Water	goes	up	as	evaporation	(move	hands	up	to	the	sky)			 Forms	clouds	as	condensation			 (make	a	cloud	overhead	with	arms)		 Then	comes	down	as	precipitation,	yes	it	does!		 (sprinkle	with	fingers	while	bringing	arms	down	in	front	of		 	 		 you)			 The	post-test	was	taken	from	the	paragraph	each	student	wrote	about	the	water	cycle.	As	stated	by	the	teacher,	the	post-test	was	“harder	than	the	pre-test,	as	the	pre-test	only	required	the	students	to	label	the	diagram.”	The	post-test	contained	typed	paragraphs	about	the	water	cycle	and	original	student	water	cycle	
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drawings,	and	while	this	collection	was	identified	by	the	teacher	as	a	Type	I	collection,	she	selected	four	students’	post-tests	to	represent	the	work	of	the	entire	class.	The	results	showed	18	of	the	20	students	gave	the	teacher	an	“acceptable	paragraph.”				 Teacher	reflections	for	this	portfolio	collection	were	short,	and	provided	a	basic	description	of	what	the	teacher	and	the	students	did,	observed,	and	thought	during	the	unit	of	study.	The	teacher	said	she	“used	a	teacher-created	slideshow	to	teach	the	concept	of	the	water	cycle.”	After	viewing	the	slideshow	presentation,	students	sang	the	song	and	wrote	an	expository	paragraph.	The	students	“loved	the	song	and	sang	it	enthusiastically.	During	the	final	evaluation,	the	students	were	singing	the	song	to	themselves	at	they	wrote	their	paragraphs.”				 The	peer	reviewer	also	chose	the	teaching	tool	integration	type,	and	commented	on	the	use	of	music	as	a	tool	for	learning:	Integration	type	identified	as	teaching	tool	as	little	is	learned	about	music.		 Students	used	a	song	to	learn	the	water	cycle.	A	percentage	of	students		 progressed	in	knowing	the	steps	of	a	water	cycle	and	composing	a	paragraph		 about	the	process.	An	opportunity	in	music	composition	could	have	been		 used	as	students	could	have	written	their	own	song	instead	of	a	paragraph.		 Students	could	have	analyzed	each	other’s	composition	and	given	feedback	of		 their	musical	works.	There	is	no	evidence	of	students	understanding	the		 connection	of		using	music	to	learn	the	science	concepts.	
		
82	
	 The	teacher’s	second	collection	was	also	a	Type	I	whole	class	collection.	Teachers	were	asked	to	complete	one	of	each	collection	type,	but	for	the	purposes	of	this	study,	the	second	collection	was	allowed.	The	lesson’s	objective	was	short	and	simple,	and	included	no	mention	of	the	use	of	music:	“The	student	will	be	able	to	name	some	of	the	symbols	of	Tennessee.”	The	teacher	chose	the	process	connection	type,	the	highest	connection	level	on	Wiggins’	5-step	interdisciplinary	teaching	type	list.				 Before	the	unit	of	study	on	Tennessee	symbols	began,	a	pre-test	was	given.		Five	students	missed	one	of	the	five	questions,	and	the	remaining	fifteen	students	missed	two	or	more	questions.	A	sample	of	the	pre-test	was	not	uploaded	to	the	portfolio	folder.		During	the	instructional	period,	students	listened	to	various	songs	connected	to	Tennessee,	such	as	“Rocky	Top,”	“Tennessee	Waltz,”	blues	and	country	music	selections,	and	music	by	Elvis	Presley.	The	class	also	wrote	one	line	each	to	a	chant	about	Tennessee	symbols,	illustrated	their	line,	and	performed	the	song	for	a	kindergarten	class.				 The	portfolio	collection	included	each	student’s	song	line	and	illustration.		In	the	reflection	notes,	the	teacher	said	she	used	the	song	“Brown	Bear,	Brown	Bear”	as	inspiration	for	the	chant’s	form.	A	three-minute	video	of	the	students	performing	their	chant	was	also	included.	As	music	played	in	the	background,	each	student	changed	his	or	her	line	and	held	up	a	paper	containing	the	accompanying	illustration.	Between	each	line,	students	chanted,	“Tennessee,	Tennessee,	what	do	you	see?”	Some	of	the	song	lines	included,	“I	see	the	sunset	over	the	Mississippi	
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River	glowing	for	me,”	and,	“I	see	the	Tennessee	flag	waving	at	me.”				 Post-test	results	showed	growth	in	the	social	studies	skill,	as	seventeen	students	correctly	identified	all	five	Tennessee	symbols,	with	the	additional	three	students	in	the	class	missing	two	or	more.	The	peer	reviewer	agreed	with	the	teacher’s	selection	of	process	as	the	connection	type,	and	commented	there	was	an	“equal	balance	of	music	and	state	content	learned	about	Tennessee.”	Teacher	reflection	comments	were	similar	to	those	from	the	first	collection.	Students	were	“enthusiastic”	about	performing	their	chant	for	the	kindergarten	class,	and	they	enjoyed	“illustrating	and	performing.”		 The	two	portfolios	submitted	by	this	teacher	posed	several	problems,	and	led	me	to	personally	disagree	with	the	peer	reviewer’s	second	evaluation.	As	noted	above,	all	teachers	were	asked	to	submit	a	Type	I	portfolio	and	a	Type	II	portfolio,	and	teacher	#3	submitted	two	Type	I	portfolios.	The	second	collection	also	lacked	adequate	evidence	of	pre	and	post	testing.	The	teacher	made	comments	in	the	Portfolio	Template	document	and	Reflection	Journal	on	the	testing	processes,	and	scores	for	both	the	pre	and	posts	were	shared.	The	actual	document	used	for	the	pre	and	post-tests	were	not	shared.	Finally,	the	teacher	selected	the	process	connection	type,	but	failed	to	include	any	mention	of	music	standards	or	objectives,	and	did	not	provide	evidence	on	how	music	content	was	assessed.				 Based	on	these	discrepancies,	I	sent	the	portfolio	to	an	experienced	portfolio	reviewer	and	arts	teacher	for	a	second	review	only	on	the	integration	type.	The	second	review	produced	a	change	of	the	integration	type	to	thematic:	
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Based	on	the	evidence	provided	by	the	teacher	in	the	reflection	and	the		 collection	overview,	students	were	assessed	on	their	identification	of		 symbols	and	place	in	Tennessee,	which	aligned	to	the	stated	objective.		 That	would	be	a	thematic	connection.	The	type	of	assessments	included:		 written	pre-test,	class	brainstorming,	illustrating	images,	writing	and		 revising	a	chant,	performing	the	chant	for	others,	which,	according	to	the			 Kennedy	Center	definition	breakdown,	means	this	collection	meets	the		 requirements	for	an	arts-infused	learning	experience.	However,	there	is	no		 evidence	to	document	how	students	grew	in	their	understanding	of	making		 decisions	about	concepts	in	art	or	illustration,	why	chanting	is	used	in	music,		 or	the	use	of	theatrical	techniques.	Additionally,	there	was	not	any	mention		 of	standards	from	another	subject	area.	If	evidence	of	other	standards	was			 included	and	students	were	assessed	on	those	standards,	then	a	solid		 		 argument	could	be	made	for	a	process	connection.	However,	because	 		 that	component	is	missing,	the	best	categorization	based	on	the	evidence	is		 thematic.	That	being	said,	the	students	did	grow	quite	a	bit	from	not	being		 able	to	identify	symbols	and	places	to	being	able	to	illustrate,	write,	and		 perform	a	chant.	The	growth	was	more	aligned	to	complexity	of	learning		 demonstration	on	Blooms	than	it	was	across	content	areas.		 	Teacher	#4.			Three	students	in	teacher	#4’s	third	grade	class	engaged	in	a	study	of	adverbs	and	vocabulary	words	common	to	science	and	music.	Two	objectives	were	included	in	the	Portfolio	Collection	Template	document:	“The	
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students	will	be	able	to	identify	and	use	adverbs	within	their	writing,”	and,	“The	students	will	also	be	able	to	use	words	like	pitch,	volume,	vibration,	and	sound	to	describe	what	it	would	be	like	to	become	a	singer	when	they	grow	up.”	The	teacher	selected	the	thematic/content	integration	type,	and	explained	that	grammar,	science,	and	music	were	combined	for	the	two-week	unit.				 Students	defined	adverbs,	sound,	pitch,	volume,	and	vibration	“in	their	own	words”	for	the	pre-test.		Results	of	the	test	naturally	divided	the	students	into	emerging,	proficient,	and	advanced	levels.	An	example	of	the	differences	in	the	student	responses	was	in	the	answer	to	the	definition	of	volume.	The	emerging	student	answered,	“It	goes	high	and	low,”	the	proficient	student	answered,	“Volume	is	how	high	or	low	sound	is,”	and	the	advanced	student	answered,	“How	loud	or	quiet	something	is.”		 Using	pre-test	results,	the	teacher	designed	a	unit	of	study	that,	among	other	activities,	required	students	to	listen	to	different	types	of	music	and	identify	sound,	pitch,	and	volume	in	each	song.	They	also	used	white	boards	to	write	adverbs	related	to	the	songs.	The	students	were	also	exposed	to	an	adverb	video	from	Flocabulary,	a	teaching	tool	that	combines	content	from	non-arts	subjects	with	music,	and	makes	the	songs	available,	often	in	hip-hop	styles,	in	video	format.	The	students	viewed	the	video	clip	several	times	and	learned	the	adverb	song.	They	also	“read	a	few	pages	from	their	science	book	and	discussed	sound,	volume,	pitch,	and	vibrations	and	related	those	to	words	with	the	adverb	video.”		 Two	weeks	after	the	pre-test,	students	completed	a	post-test	in	which	they	
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defined	the	words	from	the	pre-test,	explained	the	concepts	in	further	detail,	and	provided	examples	of	each	word.	Students	also	wrote	a	short	paragraph	about	what	it	would	be	like	to	be	a	professional	singer	in	which	they	incorporated	the	vocabulary	words.	The	advanced	student’s	response	to	the	prompt,	“What	would	it	be	like	to	be	a	singer”	showed	how	understanding	of	the	word	definitions	and	concepts	increased	over	the	instructional	period:	If	I	grew	up	to	be	a	singer	I	would	sing	beautifully.	I	would	use	high	and	low		 pitch.	My	voice	would	vibrate	slow	and	fast.	I	know	this	because	when		 something	vibrates	fast	your	pitch	is	high	and	when	something	vibrates		 slowly	your	pitch	is	low.			 Post-test	results	showed	improvement	in	the	students’	abilities	to	explain	the	vocabulary	words	and	correctly	use	them	in	context.	In	the	post-test	evidence	discussion,	the	teacher	said,	“The	students	made	the	connection	that	the	Flocabulary	music	video	helped	them	define	adverbs.	The	music	video	also	provided	a	real	life	connection	to	the	words	pitch,	sound,	volume	and	vibrations.”	In	answering	the	reflection	question,	“What	did	you	and	your	students	think,”	the	teacher	said,	“I	think	this	unit	was	very	successful.	The	students	felt	the	lessons	were	fun;	they		enjoyed	the	video,	and	said	it	really	helped	them	have	a	better	understanding	of	adverbs	and	how	to	identify	them	within	sentences.”	The	peer	reviewer	also	selected	thematic/content	integration	and	commented:		2	levels	of	growth	identified	as	students	defined	the	words	and		then	applied		 the	usage	of	the	terms	in	a	paragraph	relating	to	a	real	life	situation.	Another	
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	 higher	thinking	skill	of	analysis	could	have	been	used	if	students	had	listened		 to	various	songs	to	identify	and	describe	the	terms	in	the	lesson	in	the		 context	of	the	song.	Student	work	shows	above	average	understanding			 of	integrating	arts	into	other	subjects.			 For	the	second	collection,	the	entire	class	participated	in	a	unit	based	on	reading	and	music	objectives.	Students	identified	main	idea	and	supporting	details	in	a	song,	and	worked	in	groups	to	rewrite	lyrics	to	well-known	songs.	As	in	the	first	collection,	the	teacher	chose	the	thematic/content	integration	type.	No	explanation	was	given	as	to	why	this	type	was	chosen.		 The	pre-test	required	students	to	listen	to	3	songs	chosen	by	the	teacher:	“The	Water	Cycle	Song,”	“The	Helping	Verb	Song,”	and	“The	Adjective	Song.”		Students	were	asked	to	identify	and	write	the	main	idea	in	each	song	and	provide	a	supporting	detail.	Most	students	identified	the	songs,	but	did	not	identify	the	main	ideas.	Supporting	details	were	also	lacking,	as	several	students	simply	rewrote	the	song	titles.				 During	the	two-and-a-half-week	unit,	the	class	listened	to	songs,	and	wrote	main	ideas	and	supporting	details	on	white	boards.	In	the	reflection	journal,	the	teacher	described	the	class	activities:	I	played	three	songs	for	the	students	to	write	the	main	idea	and	a	detail.		 During	the	next	two	weeks,	I	played	songs	for	the	students	to	listen	to	and	we		 identified	the		main	idea	and	also	listed	as	many	details	as	we	could	to				 back	up	what	we	chose	was	the	main	idea.	The	students		wrote	the	main	idea	
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were	not	into	the	song	the	first	couple	of	days.	After	they	started	learning	the	majority	of	the	words,	they	begged	me	to	play	it	because	they	were	enjoying	singing	along	with	it.	After	two	weeks,	they	improved	100%.”				 Just	over	two	weeks	after	the	pre-test,	the	same	exam	was	administered	as	a	post-test.	The	emerging	student	missed	two	words,	the	proficient	student	missed	one	word,	and	the	advanced	student	posted	a	perfect	score.	The	teacher	attributed	the	growth	to	the	use	of	music	as	a	teaching	tool:	“I	learned	that	music	and	integrating	the	arts	can	improve	learning.	It	makes	the	students	interested	and	is	great	for	all	types	of	learners.	In	the	future,	I	will	integrate	the	arts	more	often.”		After	the	post-tests	were	completed,	the	teacher	also	took	the	extra	step	of	interviewing	each	student	on	their	experiences	during	the	unit	of	study.	In	the	following	transcript,	Student	A	was	the	emerging	student,	Student	B	the	proficient	student,	and	Student	C	the	advanced	student:	1.)	What	are	the	differences	between	how	your	classmates	performed	in		 the	first	video	and	the	second	video?				 Student	A	:	In	the	first	video,	no	one	was	singing	and	in	the	second	video		 everyone	was	singing.					 Student	B:	In	the	first	video	a	lot	of	people	weren’t	singing,	and	in	the	second		 video	almost	everyone	was	singing.					 Student	C:	In	the	first	video,	the	class	did	pretty	good,	but	not	everybody	was		 singing.		In	the	second	video,	everyone	was	loud	and	singing.					 2.)	On	a	scale	1–10	.	.	.	1	being	the	worst	and	10	being	the	best	how	did	your		 classmates	do	on	the	first	video?					 Student	A-	6				
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	 Student	B-	5					 Student	C-	9						 3.)	On	a	scale	1–10	.	.	.	1	being	the	worst	and	10	being	the	best	how	did	your		 classmates	do	on	the	second	video?					 Student	A-	9					 Student	B-	9					 Student	C-	10						 4.)	How	did	music	help	you	grow?					 Student	A-	It	helped	the	class	learn	better	the	more	we	watched	it.			Music		 about	the	food	chain	helped	me	remember	what	I	learned.					 Student	B-	It	helped	me	remember	what	I	learned.	My	voice	got	better	at		 singing	the	more	I	practiced.					 Student	C-	It	helped	me	learn	who	eats	what	and	what	animal	is	going	to	be		 eaten	next.					 5.)	What	did	you	learn	about	music?					 Student	A-	I	always	have	to	try	and	sing	my	best	even	if	it’s	just	me	singing.					 Student	B-	Nobody	is	perfect,	but	you	have	to	sing	it	and	have	fun	singing	it					 Student	C-	Music	can	be	different.	This	video	was	more	of	a	rap/jazzy	type.	It		 made	me	want	to	get	out	and	dance.				 Peer	reviewer	comments	reflected	teacher	and	student	thoughts	on	music	being	used	as	a	tool	for	learning:	One	level	of	student	growth	was	identified.	Pre-assessment	shows	students		 were	unfamiliar	with	food	chain	words	to	post-assessment	where	students		 identified	food	chain	words.	There		was	no	evidence	of	comprehension	or	
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	 application.	The	students	could	have	memorized	the	lyrics	to	the	song	but		 not	have	known	what	the	words	meant.	Students	understood	the	song	was		 used	as	a	learning	tool.			 In	the	second	collection,	the	teacher	made	a	connection	to	a	musical	concept	through	the	study	of	language	arts	and	dance:	“The	student	will	identify	what	sequencing	is,	explain	why	it	is	important	in	a	story,	and	explain	why	it	is	important	in	dance.	The	student	will	sequence	a	dance	move	using	pictures	or	writing	steps.”		This	Type	I	collection	was	conducted	with	the	entire	class,	and	was	deemed	by	the	teacher	as	an	example	of	topic	integration.		 The	teacher’s	dance	background	influenced	her	lesson	planning,	and	during	this	collection,	a	local	professional	dance	company	visited	the	school.	The	dance	company	staged	a	school-wide	performance,	and	also	worked	with	the	students	in	her	class	to	teach	them	popular	and	classical	dance	styles.	She	described	in	detail	her	plan	to	use	the	experience	to	teach	her	students	about	sequencing:	For	the	pre-assessment,	I	wrote	three	questions	on	the	board	with	no		 instruction	or	communication	about	sequencing.	Students	answered		 questions	and	wrote,	“I	don’t	know”	if	they	did	not	know	the	answer.	Before		 the	post-assessment,	I	reviewed	sequencing	and	connected	it	to	a	story	and		 dance.	We	discussed	the	importance	of	sequencing	in	both.	Students	also			 were	able	to	see	a	ballet	company	and	work	with	them	to	learn		different		 types	of	dances.	When	finished,	we	discussed	how	sequencing	related	to		 dance	and	how	it	helped	me	learn	the	dance	moves.	The	students	answered	
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	 three	questions	for	the	pre	and	post	assessment.	They	were:	1.	What	is		 sequencing?	2.	Why	is	it	important	in	a	story?	3.	Why	is	it	important	in			 dance?	For	the	post-assessment,	students	had	to	create	pictures	of	a	dance		 move	they	used	using	sequence.	They	also	had	the	option	of	writing	the	steps		 out	in	order.		 Results	of	the	pre-test	were	five	students	answered	all	three	questions	correct,	four	students	answered	two	of	the	three	questions	correct,	four	students	answered	one	of	three	questions	correctly,	and	the	remaining	four	students	missed	all	three	questions.	On	several	pre-test	papers,	students	wrote,	“I	don’t	know”	for	at	least	one	answer.	Of	all	the	student	pre-test	papers,	one	student	completely	answered	each	question,	and	was	the	only	student	to	provide	answers	in	complete	sentences.		 The	teacher	taught	lessons	that	helped	students	identify	sequencing	in	a	story,	as	well	as	requiring	them	to	determine	and	write	a	story	sequence.	The	arts	connection	was	made	through	involvement	in	and	discussion	about	the	dance	company	performance	and	master	class,	as	well	as	the	musical	selections	used	in	the	performance.	The	class	also	practiced	sequencing	their	own	dances	by	drawing	pictures	of	a	dance	in	sequence	from	beginning	to	end.			 A	post-test	was	administered	two	weeks	after	the	pre-test	that	contained	the	same	three	questions.	An	added	step	was	that	students	were	asked	to	“draw	a	picture	or	write	the	steps	of	one	of	the	dance	moves	you	learned	with	the	ballet	company	using	sequence.”	Results	were	fourteen	answered	all	three	questions	
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correct,	one	student	missed	one	question,	one	student	missed	two	questions,	and	one	student	missed	all	three	questions.	For	the	sequence	drawing,	twelve	of	seventeen	students	were	able	to	adequately	represent	a	dance	sequence	using	pictures	and/or	words.			 The	peer	reviewer	chose	the	conceptual	integration	type,	and	commented	on	the	balance	between	dance/music	and	language	arts	content:	“Good	balanced	lesson	of	dance	and	language	art	concepts	and	their	similarities	to	each	other.”	The	teacher’s	reflection	comments	on	what	she	and	her	students	thought	about	the	lesson	were	positive	toward	using	an	art	form	to	teach	a	language	arts	concept:	I	thought	that	learning	a	dance	move	in	person	and	relating	it		 	 		 to	sequencing	really	helped	the	students’	understanding	of	the			 		 concept.	The	students	enjoyed	writing/drawing	their		 	 	 		 sequenced	dance	moves.	They	also	enjoyed	learning	how	to		 	 		 use	sequence	to	learn	a	dance.		 Teacher	#6.		The	final	treatment	group	teacher’s	first	portfolio	collection	utilized	the	3rd	grade	language	arts	standard	related	to	identifying	the	parts	of	a	book.	In	the	Portfolio	Collection	Template	objectives	section,	the	teacher	also	included	the	objective,	“Students	should	use	the	song	that	we	learn	to	determine	the	parts	of	a	book.”	The	same	document	also	included	the	reasoning	behind	selecting	parts	of	a	book	for	the	unit	of	study:	“This	is	a	skill	that	is	asked	on	TCAP	that	a	majority	of	the	3rd	grade	students	are	missing.”	Connecting	with	the	language	in	the	music	objective,	the	teaching	tool	integration	type	was	chosen.	The	collection	was	a	
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type	II	collection	conducted	with	3	students	to	represent	emerging,	proficient,	and	advanced	performance	levels.				 A	two-page	worksheet	on	the	parts	of	speech	was	used	as	the	pre-test.	The	first	page	contained	5	multiple-choice	items	that	gave	the	students	short	scenarios	in	which	they	had	to	determine	the	part	of	a	book	to	use	in	finding	specific	information.	Item	#3	represents	the	types	of	items	found	in	this	section	of	the	pre-test:	 3.		Ricky	is	supposed	to	read	Chapter	5	in	his	social	studies																				book	for	homework.		Where	should	Ricky	look	to	see	on																					what	page	Chapter	5	begins?			 					A.		table	of	contents		 					B.		index		 					C.		glossary		 					D.		title	page			 The	second	page	of	the	pre-test	presented	the	students	with	a	fictional	table	of	contents,	and	ten	questions	were	listed	that	required	the	use	of	the	information	to	formulate	short	answers.	The	emerging	student	missed	five	of	the	fifteen	total	questions,	the	proficient	missed	three	of	fifteen	questions,	and	the	advanced	student	missed	two	of	the	fifteen	questions.		 During	the	next	two	weeks,	the	three	students	worked	as	the	teacher	“used	a	song”	to	help	teach	the	parts	of	a	book,	and	to	“help	them	remember	what	we	use	the	different	parts	of	a	book	for.”	A	video	of	the	class	singing	“The	Book	Parts	Song,”	which	was	performed	to	the	tune	of	the	theme	from	the	popular	1960s	American	television	show,	The	Addams	Family,	was	included	in	the	collection,	and	showed	the	
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class	sitting	at	their	desks	as	they	sang	the	words	while	reading	them	from	a	projected	copy	of	the	lyrics:	Turn	to	the	front	(snap,	snap)			 Turn	to	the	front	(snap,	snap)			 Turn	to	the	front,	Turn	to	the	front,	Turn	to	the	front	(snap,		 	 		 snap)			 	 	 		 The	title	page	contains	/	the	author	and	the	title			 Plus	some	other	info	/	about	how	the	book	was	made					 The	table	of	contents	/	shows	the	chapter	names			 And	the	page	numbers	/	on	which	the	chapters	start					 Turn	to	the	back	(snap,	snap)			 Turn	to	the	back	(snap,	snap)			 Turn	to	the	back,	Turn	to	the	back,	Turn	to	the	back	(snap,		 	 		 snap)					 The	glossary	is	a	/	little	dictionary			 with	key	words	from	the	book	/	a-n-d	what	they	mean				 The	index	shows	you	/	key	terms	from	the	book			 And	the	page	numbers	/	where	they	can	be	found			 A	brief	explanation	of	the	teaching	process	was	provided	in	the	reflection	notes:	 I	gave	my	students	a	Parts	of	the	Book	worksheet	to	begin.	After	choosing	my		 three	target	students,	I	taught	the	whole	class	a	Parts	of	the	Book	song.	The		 students	sang	the	song	for	the	two	weeks.	At	the	end	of	the	two	weeks,	I	re-	 tested	my	target	students	with	another	Parts	of	the	Book	worksheet	to			 see	if	they	improved	their	scores.			 The	post-test	was	different	from	the	pre-test,	although	it	did	ask	the	students	to	provide	information	on	the	parts	of	books.	The	test	contained	five	multiple	choice	
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and	three	short	answer	questions.	Results	were	the	emerging	student	missed	one	question,	the	proficient	student	missed	three	questions,	and	the	advanced	students	correctly	answered	all	questions.	After	the	test	was	completed,	the	teacher	interviewed	the	students	to	find	out	what	they	experienced	during	the	lessons.		While	a	transcript	was	not	provided,	the	teacher	commented	in	the	Portfolio	Collection	template	that:	When	I	interviewed	my	students	to	see	if	they	saw	the	connection	between		 our	pre-assessment	and	the	post,	they	were	able	to	tell	me	that	the	song		 helped	them	do	better	on	the	post	assessment.	They	were	able	to	sing	it	in		 their	head	to	help	them	identify	the	parts	of	a	book.			 Teacher	reflection	comments	were	limited,	and	primarily	reiterated	the	use	of	the	song	as	a	tool	for	teaching	language	arts	content.	When	answering	the	reflection	question	on	future	growth	experiences,	the	teacher	said,	“I	want	them	to	come	up	with	their	own	song	about	the	parts	of	a	book	and	add	motions	to	it	to	teach	the	class.”	The	peer	reviewer	also	selected	the	teaching	tool	integration	type,	and	commented:		 1	level	of	growth	identified	as	students	progressed	from	some	students	not		 knowing	parts	of	a	book	to	learning	the	parts	of	a	book	through	song.	The		 song	was	used	as	a	tool	to	learn	the	terms	but	no	musical	concepts	were		 introduced.	Ideas	for	incorporating	musical	learning	could	have	students		 composing	their	own	songs	about	the	parts	of	a	book.		
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	 The	second	collection	was	similar	in	design	to	teacher	#5’s	second	collection,	as	both	were	3rd	grade	teachers,	and	both	classes	had	the	opportunity	to	view	a	performance	from	a	local	professional	dance	company	and	work	with	the	dancers	in	a	two-hour	master	class.	The	unit	objective	was,	“Students	will	be	able	to	explain	why	sequencing	is	an	important	step	when	reading	a	story	and	watching	dancers	tell	a	story.	Students	will	then	tell	a	story	using	sequence	steps	using	their	own	choreography.”	The	teacher	selected	the	topic	connection	type	and	explained	her	choice:	“Topic	connection	was	used	in	this	collection.	We	used	excerpts	from	books	and	dances	to	learn	why	sequence	is	an	important	skill	that	we	use	in	many	different	ways.	“		 As	in	the	previous	dance/music/language	arts	lesson,	the	teacher	utilized	the	same	three	questions	for	her	pre-test,	which	was	administered	to	the	entire	class.		Results	showed	eight	students	scored	100%,	three	students	scored	66%,	six	students	scored	33%,	and	two	students	scored	0%.	The	teacher	noticed,	“When	I	asked	the	three	questions	at	the	beginning,	a	lot	of	my	students	were	not	sure	why	it	was	important	for	choreography	to	be	sequenced.	I	had	students	answer,	I	don’t	know.	I’m	not	a	dancer.”		 After	the	pre-test	results	were	collected,	the	class	watched	excerpts	from	3	well-known	ballets:		The	Nutcracker,	Sleeping	Beauty,	and	Swan	Lake.	The	class	was	then	divided	into	groups	and	assigned	the	task	of	creating	pantomimes	to	reflect	scenes	assigned	by	the	teacher.	Students	could	not	talk,	but	were	allowed	to	include	sound	effects	with	their	pantomimes.	As	the	groups	performed	their	pantomimes,	
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Chapter	Five:	Conclusions	and	Recommendations	At	the	outset	of	this	dissertation,	the	need	for	an	alternative	measure	of	student	growth	and	teacher	effectiveness	in	arts	integrated	classrooms	was	presented,	along	with	the	need	to	gauge	the	effectiveness	of	arts	integration	professional	development.	Together,	these	served	as	the	basis	for	three	research	questions:	1.		Is	there	a	significant	difference	in	student	growth	in	classrooms		 		 where		teachers	receive	arts	integration	training	versus	those		 	 		 classrooms	where	teachers	receive	no	training?	 		 2.		How	can	the	TFASGM	be	effectively	utilized	to	measure	student	growth	in		 arts	integrated	classrooms	and	provide	valuable	teacher	effectiveness	data?			 3.		How	do	teachers,	using	data	from	the	TFASGM,	examine	and	reflect	upon		 their	teaching	practice	and	make	adjustments	to	instruction?						 The	results	of	this	study	show	a	significant	difference	in	student	growth	in	classrooms	where	teachers	receive	arts	integration	training.	The	targeted,	intentional	training	offered	to	treatment	group	teachers	produced,	as	measured	by	self	scores	and	peer	reviewer	scores,	greater	growth	in	arts	integrated	lessons	than	the	growth	found	among	control	group	teachers.	The	qualitative	data	found	in	the	portfolio	documents	and	the	reflective	practice	journals	also	exhibited	a	difference	in	how	teachers	talked	about	the	integration	of	music	with	language	arts	content.		Treatment	group	teachers	tended	to	discuss	integration	at	the	conceptual	and	process	levels,	while	control	group	teachers	discussed	the	lessons	and	assessments	
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Grade Level/ Course  
*Portfolio Collection Type (I or II)  
Objective(s): What will students 




(choose one):  
 
Include a justification for why the type 
is selected based on the relationship 
between language arts and music 
standards and objectives. 
 
 
___ Teaching Tool     ___ Topic     ___Thematic/Content 
___ Conceptual     ___Process 
Student Evidence (Point A)  
• When is the assessment taking 
place? 
• What criteria are being used 
to measure the objectives 
before and during instruction? 
• How does the data collected 
from the pre-assessment 
correspond to the objective? 
 
Student Evidence (Point B)  
• When is the assessment taking 
place? 
• What criteria are being used to 
measure the objectives following 
instruction? 
• How do the data collected from 
the post-assessment correspond to 
the objective? 
• Will there be additional evidence 
between point A and B?  
• How did students make a 
connection between Points A and 
B?  
 




Task	 Due	Date	Complete	Portfolio	Training	Video	 3/15/15	Complete	collection	#1	 4/2/15	Upload	to	Dropbox	 4/10/15	Start	collection	#2	 5/4/15	Complete	collection	#2	 5/22/15	Upload	to	Dropbox	 5/29/15			Starting	3/23/15		
Task	 Due	Date	Complete	Portfolio	Training	Video	 3/23/15	Complete	collection	#1	 4/10/15	Upload	to	Dropbox	 4/17/15	Start	collection	#2	 5/4/15	Complete	collection	#2	 5/22/15	Upload	to	Dropbox	 5/29/15																		
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Appendix	G	Portfolio	Teacher/Peer	Reviewer	Scoring	Form		 Portfolio	Teacher/Peer	Reviewer	Scoring	Form		Portfolio	Collection	#	___________	 	 	 Scoring	Date:		_______________		 	
Rubric	Indicator	 Score	Arts	Integration	Type	(Teaching	Tool,	Topic,	Thematic/Content,	Conceptual,	or	Process)		
	































State	Content	Standards	for	the	above:	GLE 0101.3.1 Compose simple stories with a 
clear beginning, middle, and end. 0101.3.5 Arrange events in a logical and sequential order 
when writing. 0101.3.11 Illustrate written work with simple drawings.	
Art	or	Arts	you	plan	to	infuse	in	this	lesson:	Music,	Visual	Art		
State	Arts	Content	Standards:	Art:	6.1 Gain an awareness of connections between 
visual arts and other disciplines. Music 1.1 Sing simple songs, 2.2 Perform long and short 
sounds on instruments, 5.1 Interpret iconic representations of steady beat. 6.1/6.1 Recognize 
same/different sections as well as other musical characteristics in a piece of music, 8.1/8.2 
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CURRICULUM	VITAE	
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